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Foreword 



OLDER concepts of supervision are as outmoded and imprac- 
tical as the “Fish Grabbing wit* the Bare Hands School” in Benjamin’s 
Saber Tooth Curriculum. Not only is it not done that way any more, but 
it is not even thought about in the same terms. The goals are different, 
the forces are better recognized and understood, and the procedures have 
changed with this new knowledge. The perspectives and propositions 
about supervision in this booklet not only bring the concepts of super- 
vision up-to-date, but provide principles basic to future developments 
in this area. 

The Board of Directors and Executive Committee are quite con- 
scious of the “S” in ASCD. There are times when it seems that supervision 
is neglected with the increased attention being given to curriculum devel- 
opment. This booklet, emphasizing as it does the goal-oriented instruc- 
tional aspects of supervision, the differentiated supervisory functions, and 
a team approach to the tasks of supervision, does much to dispel these 
fears. Supervision and curriculum development are as intimately related 
as we thought they should be. 

Practice without a theoretical foundation has been described as trial 
and error behavior. Whether or not this is true, the soundest and most 
consistent practices are based upon sound theory. There is thus no 
apology for the scholarly, well-documented theoretical groundwork in 
this bulletin. Also in its favor is a section relating the theory to current 
practices. While this booklet does not attempt to present a single, unified 
theory of supervision, it does present a thoughtful frame of reference for 
analyzing and appraising school supervisory functions. 

November 1967 J. Harlan Shores, President 

Association for Supervision 
and Curriculum Development 
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Preface 



A COMMISSION on Supervision Theory was established by the 
Association for Supervision and Curriculum Development in 1963. This 
Commission was charged as follows: 

To ta».^ leadership in the formulation of a theory of supervision l>ased on 
an analysis of the research in leadership, communication, c-ommunity power 
structure, decision making, the process of change, and other relevant areas. 
It is hoj^ that the Commission will accept the responsibility for planning and 
conducting seminars or institutes or other appropriate activities centered around 
an exploration of segments of research statements and interpretations that are 
important in evolving a theory of supervision. ^ 

The Commission makes no claim that the reports in this publication 
constitute either a theory of supervision or a definitive position on in- 
structional supervision. It does hope, however, that the concepts and 
formulations which are presented will serve as a frame of reference for 
analyzing instructional supervisory behavior in educational institutions 
and that the ideas presented will generate thinking, discussion, research, 
and theory development. 

A Commission publication is an outgrowth of the productive thinking 
of a number of persons. Reports and studies were prepared by Commis- 
sion members at various times and all members participated in discussions. 
However, not all Commission members chose to present final written state- 
ments. Commission members, during their deliberations, developed an 
openness that made it possible to deal with ideas and problems at a highly 
realistic level. I hope the results are worthy, and I know that the work 
with the Commission has greatly enriched my professional experience. 
Grateful acknowledgement is due those individuals who have served as 
members of the Commission. 

November 1967 T. Lovell 

Chairman 
ASCD Commission 
on Supervision Theory 
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Introduction 



THE selections in this publication reflect, in part, the delibera- 
tions of the Commission on Supervision Theory during its tenure. These 
selections also attempt to account for the views of all Commission mem- 
bers as well as to present the positions of the several individual con- 
tributors. No attempt is made to claim for the reports a unity which it 
is obvious they do not possess nor to propose any single theory of super- 
vision. One reason for compiling the work of individual Commission 
members is simply that it makes these statements more accessible and 
permanent and thus open for the reactions of others. 

Though each section focuses on a particular aspect of supervision, 
there are several recurrent themes: 

1. Recognition of the goal-setting and goal-accomplishing function of 
supervision 

2. An awareness of the instructional aspects of supervision and the re- 
quirements of supervisory expertise 

3. A concern with the collegial or team approach to defining and accom- 
plishing supervisory tasks 

4. A perception of supervision as a difiFerentiated function varying in 
accordance with the requirements of unique situations. 

A brief outline of the contents of the four sections follows: Section 
I, The Supervisory Function: Overview, Analysis, Propositions, deals with 
concepts of organization which have aflFected supervisory purposes and 
practices; it suggests possible directions for supervisory thought. 

Section II, A Perspective for Viewing Instructional Supervisory Be- 
havior, considers a number of organizational variables affecting super- 
vision and presents schemata for viewing instructional supervision in 
schools. 

Section III, Supervision as Teaching: An Analogue, analyzes some 
of the elements in supervision and defines and describes, in particular, 
the teaching aspects of supervision. 
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supervision: perspectives and PROPOtmONS 



Section IV, Implications for Educational Prac*tic*e, draws implicatiims 
for practice from propositions advanced in other sections and provides 
examples of supervisory programs. 

Each of the sections is intended to present certain points of view and 
propositions which may be tested in practice. The reader may find the 
materials useful in developing hypotheses about supervision, formulating 
appropriate criteria for assessing the supervisory function, and considering 
new ways of analyzing the situations in which he works. If the report 
does nothing more than provoke further critical thought about super- 
vision, it wiU have accomplished its purpose. 

November 1967 William H. Luao 



The Supervisory Function: 
Overview, Analysis, Propositions 

William H. Lucio 



THE supervisory function has been employed in various forms 
since man’s first attempts to combine individual efforts toward achieving 
some common end. Actions such as planning, directing, and evaluating 
the efforts of men or their production (in both informal and formal or* 
ganizations) in the light of purposes have traditionally constituted super- 
vision. The character of supervision has been influenced in large part by 
overall organizational strategies, schemes, or doctrines.^ 

In some measure the stability and effectiveness of organizations, 
whether they be armies, governments, or religious groups, have been 
dependent upon the kind and quality of supervision. Tlie ways in which 
organizations have met changing conditions, the degrees of freedom al- 
lowed for individual action, the ways in which human potentialities have 
been utilized, or the evaluation and reward system utilized— all have been 
parameters affecting organizational health and perpetuation. The effects 
of organizational behavior may be analyzed from examples such as direc- 
tion and control of the waterways of early Egypt, or somewhat more 
recently in history. Hitler’s authoritarian decisions uis-d-ds the German 
armies before the gates of Stalingrad. 

As societies and organizations have increased in complexity, the re- 
lationships of persons in them have been affected, and the administrative 
arrangements to facilitate favorable relationships have become complex. 
The competencies required for effective supervisory behavior have like- 
wise become more complex. Though numerous studies have reported 

1 Albert Lepawsid. ^ministration: The Art and Science of Orgonixotion and 
Management. New York: Alfred A. Knopf, Inc., 1962. (Chaffer 4, pp. 77-106, 
contains a definitive summary of the historical develo{mient of organizations.) 

J. Bronowsld and Bruce Mazlish. The Western Intellecttud Tradition. New York 
and Evanston: Harper Torch Books, Harper & Row Publishers, Inc., 1962. 
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findings regarding the requisite skilb, knowledge, and attitudes needed 
to achieve individual etfectiveness and satisfaction in organizations, many 
of the provocative results of such studies have yet to be tested in school 
settings.* 

Concepts of supervisory functions and practices, borrowed at times 
from other organizations, have been based on objectives often at variance 
with the unique purposes of schools; and the uncritical acceptance and 
application of various administrative “theories** or taxonomies have some- 
times resulted in (questionable supervisory policies and practices.* At 
times we may have given too little attention to the idea that “the 
main task of supervision has always been that of the school itself: fur- 
therance of that knowledge by which human beings can comprehend if 
not control their world.”^ 

The various kinds and degrees of titles which have been applied to 
supervisory personnel (consultant, coordinator, teacher consultant, curri- 
culum assistant, program specialist, director, and similar) seem to reflec^t 
a need for more consensus about functional definitions of supervision. 
Episodes in which supervisory personnel or supervisory departments have 
been completely eliminated, or their functions assigned to other segments 
of the school organization are not uncommon. The verbal reasons given 
for such actions range from statements of “costs’* to quasi-philosophical 
positions. When these episodes are carefully studied, however, one is led 
to conclude that in many instances the elimination of supervisory services 
resulted from inadecjuate formulation of the supervisory task and the 
absence of visible evidence that the supervisory service was accomplish- 
ing its instructional purposes. Ineffective programs of supervision con- 
sequently may create a hiatus between schools’ objectives and their 
implementation. 

An analysis of some of the theories of management and the ways in 
which they have influenced supervisory policies and practices in schcx)ls * 

- Rensis Likert. New Patterns of Management. New York: McGraw-Hill Book 
Company, Inc., 1961. 

James G. March, editor. Handbook of Organizations. Chicago: Rand McNally 
& Company, 1965. 

* Harold Koontz. “Making Sense of Management Theory.” Harvard Business 
Review 40:24-46; July-August 1962. 

* William H. Lucio and John D. McNeil. Supervision: A Synthesis of Thought 
and Action. New York: McGraw-Hill Book Company, Inc., 1962. p. 12. 

® Scholarly analyses of the pros and cons of scientific management, human rela- 
tions, and the revisionists are presented in: Warren Bennis. “Revisionist Theory of 
Leadership.” Harvard Business Review 39:26-38; January-February 1961. 

Amitai Etzioni. Modern Organizations. Englewood Cliffs, New Jersey: Prentice- 
Hall, Inc., 1964. 
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mAV serve to explain “how the present came to be and suggest proposi- 
tions for examination and testing by super\-isors faced with operational 

planning. 



Scitntiflc Managtm«nt 

One of the first comprehensive approaches to the management of 
organizational life was generated by the writings of Max Weber, Fred- 
erick Taylor, and Henri Fayol.® Spurred by a desire to increase industrial 
efficiency through improved management practice, these men viewed or- 
ganizations as if they existed without people. A c*oldly scientific appraisal 
of organizational life was the order of the day, and such was the influence 
of this school of thought upon industrial management that it eventually 
came to be labeled as the School of Scientific Management. So wide- 
spread was its effect that its tenets dominated administrative thought 
internationally for a quarter of a century (1910-1935). 

An enthusiasm for scientific advance in the field of engineering 
formed a partial basis for the management movement. The intention of 
writers in the field was to develop a system of abstract depersonalization 
that would afford a dependable mechanism to supply solutions leading to 
greater industrial efficiency without the involvement of human emotion 
and error. It was Max Weber, a German sociologist, who contributed a 
theory of administration which provided support for the new movement. 
Using the word “bureaucracy” to mean what we now refer to as large- 
scale formal organizations, he suggested that the organization should be 
built like a vending machine into which industrial problems could be 
inserted and which would then mechanically disgorge the solutions to- 
gether with valid reasons for them which were derived from a carefully 
prepared code. 

Frederick Taylor, writing about the same time as Weber, was perhaps 
more responsible than any other individual for the professionalization of 
management. Where Weber had stressed the idea of “role” or “position” 

« Amitai Etzioni, ibid.. Chapter 2. 

Richard Bendix. Max Weber: An Intellectual Portrait. New York: Doubleday & 
Company, Inc., 1960. 

Henri Fayol. General and Industrial Management. London: Sir Isaac Pitman 
and Sons, 1949. 

Lucio and McNeil, op. cit., Chapter 1. 

N&tional Society for the Study of Education. Behavioral Science oudEduca~ 
tional Administration. Sixty-third Yearbook. Chicago: the Society, 1964. Chapter 
III. 

Frederick W. Taylor. Scientific Management. New York: Harper and Brothers, 

1947. 
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in a hierarchy, Taylor stressed the impersonal rationality of measurement. 
It was this Impersonal mathematical approach that caused Taylor to 
become labeled as "the Father of Scientific Management." Taylors theoiy 
combines a study of physical capabilities of a worker with an economic 
approach which views man as driven by the fear of hunger and the search 
for profit. The basic theme underlying Taylor s thought seems to be that 
if material rewards are closely relat^ to work efforts, the worker will 
respond with the maximum performance o^ which he is physically capable. 
Taylor, it would appear, viewed human endeavor as simply a mechanical 

addition to the industrial complex of his time. 

Henri Fayol was Taylor’s coimterpart in France. Fayol believed, 
as did Taylor, that the problem of personnel and its management was the 
key to industrial success at all levels. He proposed a clearly defined 
“chain of command” with rigid channels of communication and advocated 
the selection of the proper person for each specific job as being of prime 

importance to management. i. . j 

The revolution in management perspective generated by the ideas 
of Weber, Taylor, and Fayol influenced not only practices in industrial 
organizations but practices in schools as well. Administrators adopted the 
tenets of the movement and supervisory practices reflected this perspec- 
tive of employee position and worth.^ 

Thus the supervisory function in the fiist quarter of the century was 
dominated by a “classical view* of man and institutions. Teachers were 
to be closely directed and required to carry out practices determined by 
administrative personnel. Teachers were to be held to certain standards 
of performance and rated accordingly. Influenced by the scientific man- 
agement theories with their emphasis on product, measurement, and test- 
ing, the attainment of set standards by pupils and teachers became the 
rule. Thus, an important purpose of supervision was to discover laws of 
teaching and learning and to require teachers to apply these laws 
direction.® The supervisory function was viewed as a kind of “pipeline” 
model whereby ideas in supervisors’ minds trickled down to teachers 
who were to act as implementers or “buskers.” Assumptions undergirding 
“scientific supervision” included views that schools were staffed by per- 
sons who had to be led because they did not know what they were doing, 
that it w£S useless to look to teachers for sources of new ideas, that 
administrative levels of supervision were the central sources of knowledge, 
and that the problems of schools were known, but known to only a few 
select individuals. 

7 Raymond E. Callahan. Education and the Cult of Efficiency. Chicago: The 
University of Chicago Press, 1962. 

® Lucio and McNeil, op. cit.. Chapter I. 
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Though many aspects of the scientific management movement were 
perceived as “inhuman,” reactions stimulated in part by the way Taylor 
stated hij beliefs about human beings, nevertheless a number of ideas 
from the movement still have currency. For example, organizational 
policies and practices continue to be affected by, and give consideration 
to, the function of goal setting, the systematic definition of tasks, the 
measurement of performance and output, the design of physical work 
space, and the idea of separating the planning function from the per- 
forming function. Current curriculum strategies involving task analysis, 
sequential progra mm ing, and assessment of performance may be rdBiec- 
tions of the movement. In general, however, the scientific management 
movement created imfavorable repercussions in government and labor 
circles, and with the emergence of new interpretations of organizational 
life the popularity of the movement eventually declined. 

Human Relations 

By the mid-1930’s the reaction to scientific management, supported 
in part by the Western Electric studies, dealt a crushing blow to the 
economically motivated model of man. Attention was focused on human 
relations processes, on new ways of influencing personnel toward change, 
or on new solutions to the age-old problem of man versus organizations. 

About 1935 the results of the work done by Mayo, Roethlisberger, and 
their associates became prominent.* Mayo, working at the Hawthorne 
Plant of the Western Electric Company, devised a series of experiments 
the results of which seemed seriously to contradict the tenets and prin- 
ciples of the Scientific Management theorists. Mayo concluded that pro- 
duction output was closely related to the social satisfaction of the in- 
dividual worker. A further conclusion seemed to be that the major 
problems of management are found in the realm of human relations, 
rather than in teclmical processes. Employees, it was claimed, had to 
be viewed as individuals with psychological drives and social needs rather 
than simply as mass appendages to an industrial machine. 

The new stress on the human element in industry caused the Mayo 

* Elton Mayo. “The Fruitful Errors of Elton Mayo.” Fortune Magazine 
34(5) :181-251; November 1964. 

Elton Mayo. The Human Problems of an Industrial Civilization. Boston: 
Harvard Business School, 1933. 

Elton Mayo. The SocUd Problems of an Industrial Civilization. Boston: 
Harvard Business School, 1945. 

Fritz J. Roethlisberger and William J. Dickson. Management and The Worker. 
Cambridge, Massachusetts: Harvard University Press, 1939. 
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approach to be known as the Human Relationist School. The major 
assumption was that man could be motivated to more productive work 
by helping him fulfill his social and psychological needs rather than by 
simply furnishing him adequate pay. 

Essential to the Human Relations approach is the recognition of 
the existence of informal groups within the formal organizational struc- 
ture. Applying Kurt Lewin’ s concept that the group to which an indi- 
vidual belongs is the ground for his perceptions, his feelings, and his 
actions, the human relationists pointed out that it is through the informal 
group that the social need-satisfaction is provided. The rash of company- 
sponsored bowling and baseball teams, company picnics, and company 
recreational facilities provided by industry during the 1930-40 period can 
be traced directly to the human relationist influence, since the human 
relationist model does not recognize any conflict between organizational 
objectives and the provision of such facilities. Satisfying the workers’ 
social and psychological needs is entirely congruent with the organiza- 
tion’s goals of effectiveness and productivity. 

Subsequent experience and research have pointed out, however, that 
high morale does not guarantee high productivity. Serious questions 
concerning the basic assumptions of the Human Relationist perspective 
began to be asked, so that by 1950 theorists were seeking a new approach 
that would provide the advantages of both the Scientific and the Human 
Relationist schools. 

Findings and propositions of the human relations movement strongly 
influenced supervisory policies and practices in schools, and much atten- 
tion was given to human relations processes as a way of influencing 
personnel toward instructional change. Equalitarian and personalized 
supervisory approaches were utilized to direct teachers toward the goals 
of the school Supervisors accepted observational methods from other 
fields. 

Classroom situations were often evaluated as through the eyes of a 
psychoanalyst. Value judgments about teaching were common (“the 
teacher is warm and friendly”), judgments which frequently bore little 
relation to the goals of schooling or to teacher performance in changing 
pupil behavior. As a result, supervision tended to analyze the incidentals 
rather than the consequences of teaching, focused on personal attributes 
of teachers and pupils, described teacher behavior in terms of inference 
rather than in terms of observed effects on pupils, and tended to view 
effective teachers as those whose performance was congruent with some 
hypothetical model. 

In schools the application of rational thought in problem solving 
began to receive less emphasis; and the organizational goals were de- 
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emphasized in favor of individual and group purposes-purposes the 
achievement of which mi:y have contributed little to the worthy goals of 
teaching or to the organizational integrit)' of the school. At times, super- 
vision gave attention or loyalty to various external tasks, often of a 
“clerical* nature, and not always related to teaching-learning problems. 
When emphasis was placed on peripheral functions, the result was to 
neglect, if not to abrogate, responsibility for furthering the goals of the 
school and the knowledge and skills by which persons can comprehend 
and control the real world.^® 

Leavitt reexamined the human relations participative beliefs, and 
suggested that diflFerentiated approaches to task accomplishment might 
be more approprialc than single, all-inclusive strategies (e.g., scientific 
management) applied uniformly anywhere and everywhere in an organi- 
zation. His views reflect a transition in thought to the discussion of the 
revisionist position: 

In asking for a second look at the participative beliefs, I have tried not to 
associate myself with some others who are asking for the same thing but for 
quite different reasons. 

... I am not worried about “manipulation,” “group-think,” “softness,” 
“conformity,” or any of the other recent criticisms. In fact, most theories and 
techniques of human relations are, to my mind, both sound and progressive. 
The theme here is not that human relations theory is either incorrect or im- 
moral. My argument is that it is simply insufficient. It is too narrow a per- 
spective from which to analyze the management of organizations. But I am 
not suggesting that we turn back to the earlier and even narrower beliefs of 
“tough” management. What we have to do is to push beyond the plateau of 
present beliefs . . . 

. . . Nor am I worried about groups replacing individuals. In my opinion 
the participative beliefs represent a great advance in management, one that 
needs now only to be placed in perspective. 

In om: eagerness over the last couple of decades to expand and test our 
new and exciting findings about participation, we may have made two serious 
but understandable and correctable mistakes: we have on occasion confused 
our observations with our values; and we have assumed that our participative 
beliefs represented the absolute zero of management— that there was no more 
basic level. 

But though I believe in the values associated with the participative be- 
liefs and in their great practical utility for solving huge present and future 
problems of human relationships, I ask that we try to fit them into the still 
broader perspective on organizations that is being generated out of the com- 
munication and systems sciences, and out of our rapidly growing understanding 
of the processes of thinking, organizing, and problem solving. 

Lucio and McNeil, op. cit.. Chapter I. 
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o™ wav of settinK th«e beUofi into a di£f«r«it ponpocUvo may be. I 

submit bv vtewing large organizations as differentiatori sets of lubsysteiM rato 
s^bnut, by w^^e 5 ^ toward a management-by-taik 

fte *at many subpmt. of the mf^tion 

^y XXnT^««nt iTd, of tadrs. and therefom, may odl for many 
sliffM-jmt kinds of managerial practices.^^ 



The Revisionists 

Since 1950 a number of authors have attempted to reconcile the 

Scie^STCagLent auJ Human Helationist 

are gierally referred to as the Revisionists or Structuralists. 

Their hope and intenUs to eliminate the unrealistic aspects of the H^an 
Relationist approach without sacrificing the advantages o its epartures 

from the viewpoint of Scientific Management. . . ^ 

^ li the positive values of the mechanists who 

the oreanizaHoi^ goSb, and those of the Human Relatiomsts who 
the scil goals of individuals, the 
....uc-dpr both individual and organizational goals m then proper 
Xr Thw recognize that the individual goals and the org^tiond 
goals must be fused through commitment and leadership achvity, an 
fh^ hold the view that ertemal economic factors must be consider^ 
X with productivity and formal datus. but not to ^ 

the human elements that the ScientiBc theorists neglect^. The Rem- 
ri^ts hold that work is a natural acHvity of men. that the g^ <>* *e 
can be used as incentives to intelligent work, th^ lack rf 
control is undesirable in any organization, and that employee particii»ti 
in decision making is harmonious with the accountabihty assumed y 

**”itoOTgAe Revisionists, the studies of ArgyiJ and McGregor me 
representaL. although the earUer work of Barnard was also genmnal.- 

11 Harold J. Leavitt. “Unhuman Organizations.” Howard Butinett Be^yiew 

Leadership. New York: Harper and Bro&ers, 1953. 

ani OrgonimtW EffscWosnaw. 

***^‘e. Wight Bakke. The Foaton Procerr. New Haven. ConnecHeul: Labor and 

L™OTa^'rfe F«n^k»w of the Executive. Cambridge. Massachusetts: 

“n"*'MSgS'®rhe Hnmon Side of EntenlHse. New York: MeGraw- 
Hill Book Cknnpany, Inc., 1960. 
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Argyris deals directly with the man-organization problem by stating 
quite succinctly that individual needs and formal organization demands 
are basically incompatible. His solution is to provide the possibility of 
self-actualization for the employee through (a) job enlargement, and 
(b) employee-centered leadership as a modification of directive leader- 
ship. The resolution of the conflict involves improving the diagnostic 
skills of management and making use of the talents of stafF specialists to 
help the organization attain these skills— a fusion designed to bring about 
the greatest actualization of both organization and the individual. 

McGregor assessed the man-organization problem as that of an in- 
herent tension which results from conflict between individual needs and 
organizational demands and developed two sets of assumptions imder the 
rubrics of Theory X and Theory Y. Theory X defines a traditional, 
authoritarian, or controlled view of the problem (persons dislike work, 
do not accept responsibility, and have to be controlled, directed, rewarded, 
or punished); while Theory Y describes a more participative or permis- 
sive view (persons like work, .vill use self-direction in meeting organiza- 
tional objectives, and will express creative thought in solving problems). 
McGregor aflBrmed that the propositions in Theory Y pointed to a more 
realistic way of examining the nature and functioning of present-day 
organizations. He posited that systematic application of these proposi- 
tions to organizational problems (through rational participative action) 
would result in better integration of man and organization. 

In general. Revisionist proposals have suggested provocative ways 
of desi gnin g organizational life. A more balanced perspective of school 
supervision may result from the application of Revisionist suggestions 
concerning individual and institutional purposes and needs.^® Unitary 
emphasis on the purposes and demands of either the school or the indi- 
vidual would be “deweighted” but neither would be “devalued” at the 
expense of the other. The work of various researchers indicates that 

1* See: William H. Read. “The Decline of the Hierarchy in Industrial Organiza- 
tions.”; and TTiomas R. Broolra. “Can Employees ‘Manage’ Themselves?” Both articles 
reprinted in issues of A Notes and Quotes Reprinty 1965. (Published by Connecticut 
General Life Insxurance Company, Hartford, Connecticut. ) 

Bennis, loc. cU. 

Ludo and McNeil, loc. cU. 

McGregor, op. cit., pp. 1-58; 110-23. 

Chris Argyris. “A New Era in Persoimel Relations.” DurCs Review and 
Modem Industry 79(6):40-41, 171-78. June 1962. 

Leavitt, loc. cU. 

Likert, loc. cU. 

Herbert A. Simon. Administrative Behavior. New York: The Macmillan Com- 
pany, 1957, 
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the search for theoretical approaches to ways of integrating the task- 
serving and needs-serving purposes of organizations continues. 

In light of experience it would seem that the supervisory function 
should be defined not in terms of any one single doctrine or comprehen- 
sive, normative theory but in terms of various situational parameters in 
schools. Eiforts should be addressed to defining better the purposes of 
schooling, the relation and application of individual talent to tasks, and 
the consequences of methods applied to particular problems and 
situations.^® 

Among the current conditions inviting new approaches to work 
systems in schools are: (a) the specialization of knowledge requiring 
more teacher-supervisor expertise, (b) the national demands for the 
improved preparation of teachers and supervisors, (c) the stimulus to 
curriculum change generated by various learned societies and research 
centers, and (d) new technologies and teaching strategies.^® 

If a working society of professional co-equals most proximate to the 
teaching function can be established, then the older hierarchical lines of 
demarcation between tlie '‘leader” and the “led” become less important; 
traditional vertical relationships of supervisor-subordinate are de-em- 
phasized. Because of the differentiated nature of learning tasks in schools 
and concomitant needs for varied human talents, vertical lines of authority 
in schools may no longer represent an appropriate distribution of talent 
and intellect. More and more, talent is where one finds it. Increasingly, 
teachers and supervisors will establish lateral working relationships with 
one another,^'^ and by re-planning their ways of working, develop non- 
hierarchical, collegial, team strategies to tackle the problems facing schools 
in our society. 



Summary Propositions 

New ways of viewing organizational functioning, including the 
decentralization and realignment of decision-making processes, increased 
professional accountability for determining educational goals, planning 

Amitai Etzioni. “Two Approaches to Organizational Analysis: A Critique and 
a Suggestion.” Administrative Science Quarterly 5:261; September 1960. 

Raymond A. Katzell. “Contrasting Systems of Work Organization.” American 
Psychologist 17:107; February 1962. 

Herbert H. Meyer; Emanuel Kay, and John R. P. French, Jr. “Split Roles in 
Performance Appraisal.” Harvard Business Revieti '?(l):123-29; January-February 
1965. 

See articles under the heading: “Changing Directions in American Education.” 
Saturday Review 50(2):37; January 14, 1967. 

Read, loc. cit. 



THE SUPERVISORY FUNCTION 



11 



teaching strategies, and the assessment of learning outcomes, suggest the 
following directions for supervision: 

1. Supervision by objectives. The mutual concern of all professionals 
involved in schooling is directed toward the rational accomplishment of 
defined objectives and tasks— individual and organizational needs are 

closely meshed. 

2. Teacher-supervisor joint responsibility. Emphasis is upon de- 
velopment of skills for ferreting out current knowledge and testing its 
application to unique situations, with the focus on acquiring theories, 
knowledge, and skills throughout the professional life-span. The en- 
hancement of teaching as “an organizational career” thus upgrades the 
profession. 

3. Differentiated supervision. Supervision is differentiated according 
to the behavior required of persons in various positions in schools. Hold- 
ing professioial trust and competence constant, the question of placing 
the supervisory function becomes a relative matter. The supervisory 
function operates whenever decisions among alternative objectives are 
made, strategies to achieve defined purposes are planned, and results 
are expHcitly evaluated. 



A Perspective for Viewing 
Instructional Supervisory Behavior 

John r. Lovell 



THAT supervisory behavior exists in schools and is in a constant 
process of change as a result of a complex set of interdependent factors 
is clear. The question is not whether there will be instructional super- 
visory behavior but whether the nature of this behavior can be controlled 
in such a way that student learning will be influenced in certain specified 
ways. In order to achieve such a condition, it will be necessjuy to develop 
a “system” of concepts by which to view the phenomenon of “instructional 
supervisory behavior.” The purpose in this section is to develop such a 
framework and to derive a definition of the function of instructional 
supervisory behavior in achie'/ing and maintaining organizational goals. 

Th« Conceptual Framework 

In the system of concepts presented in this paper, the institution of 
education is defined as a “subsystem” of society. Society is seen as specify- 
ing the “function” and terminal goals of schooling; that is, the facilitation 
of student learning in certain operationally defined directions assumed 
to be congruent with society’s expectation. The basic function for achiev- 
ing this goal is defined as the “teaching function.” The teacher, operating 
from a unique frame of reference, develops certain procedures which, it 
is hypothesized, will result in certain pupil learnings. Such operational 
units constitute “teacher-pupil systems” whose outputs are defined in 
terms of pupil behavior; and such outputs are seen as inputs for the 
organization. 

Instructional supervisory behavior, while external to the teacher- 
pupil system, is calculated to influence directly and purposefully teacher 
behavior in such a way as to facilitate student learning. A view of super- 
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viscry behavior within the context of the organizational structure, as 
seen from this frame of reference, is presented in Figure 1. (Page 14.) 

The school is thus seen as being made up of a large number of 
interdependent supersystems, systems, and subsystems, with interde- 
pendent, interacting, and organized variables and/or elements in some 
specified educational unit. For example, the teacher working with a 
group of children is an “educational social system” and is seen as a 
subsystem of the teacher-pupil system. Obviously, more than one teacher- 
pupil system exists within a particular school. These teacher-pupil sys- 
tems also constitute their own system. Instructional supervisory behavior, 
as a part of the external environment of the teacher-pupil systems, and 
Interacting with teacher behavior, constitutes another subsystem. The 
goal of this subsystem is to facilitate the achievement of the goals of the 
teacher-pupil system. When instructional supervisory behavior is de- 
fined in this way, it has many dimensions. 

Teachers, supervisors, superintendents, or principals who participate 
in a kind of behavior oflficially designated by the organization and directly 
affecting the teacher and/or the teacher-pupil system are serving in an 
instructional supervisory capacity. That this is the only behavior which 
influences teacher behavior is not implied. On the contrary, there is a 
most significant “informal behavior system” which also changes teacher 
behavior. It is not the purpose of this paper to deal with this aspect of 
behavior unless implications for supervision are apparent. 

Functions for Facilitating Teaching 

The reasons why organizations find it necessary to provide for oflS- 
cially designated functions by which to facilitate teaching behavior are 
varied. A discussion of six possible ways follows.^ 

Goal Dovelopmont 

If instructional supervisory behavior is to meet certain organizational 
needs, the functions of such behavior may be better understood by an 
examination of the nature of the organization. Basically, organizations 
represent a patterning of specialized and interdependent parts which 
human beings create to achieve some common goal or goals. Since 
teacher-pupil systems are subsystems of larger systems such as the local 
school (>vith goals which are subgoals of the overall goals of the local 
system), ideaUy, therefore, teachers, because of their expertise, should 

1 The author was .significantly influenced by the writings of Likert, Argyris, 
Barnard, and Herzberg in tlie development of these functions. 
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Figure 1. Supervisory Behavior: A Conceptual Framework 
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be participants in a coordinated efiFort to develop operational goals of 
teacher-pupil systems that will be congruent with those of local schools, 
school districts, and super systems such as society. 

Control and Coordination 

The second function of instructional supervisory behavior is con- 
ceptualized as coordination and control of those unique or specialized 
features of an organization. 

Motivation 

According to Barnard, a necessary condition for the existence of any 
organization is a willingness on the part of organizational members to 
work for the attainment of the organizational goals.^ Educational organi- 
zations must make provisions for the motivation of the teaching staff to 
assure the achievement of educational goals. 

Profossional Devolopmont 

Organizational workers (teachers) are highly trained professionals, 
having attained a high level of competence in certain conceptual, human, 
and technical skills. Nevertheless, the skills needed in teaching in a 
modem technological society are rapidly changing and require the con- 
tinuous development of teachers in such a way as to ensure behavior 
appropriate for the achievement of organizational goals. 

Problom Solving 

When teaching is conceptualized as goal identification, development 
of operations for achieving goals, and evaluation of goal achievement, 
human problem solving is the central activity in teacher-pupil systems. 

Evaluation of Educational Outcomes 

Since educational organizations have goals and use resources for 
achieving goals, it is essential to provide a systematic procedure for the 
evaluation of the output of the educational social system. Teaching has 
been defined as the basic function for achieving the goals of the educa- 
tional organization. Therefore, evaluation of the learning outcomes of 

* Chester I. Barnard. The Functions of the Executive, Cambridge, Massa- 
chusetts: Harvard University Press, 1938. p. 72. 
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teacher-pupil systems is identified as the sixth function of instructional 
supervisory behavior. 

Sources of Supervi^ry Behavior 

Viewing the conceptual scheme just presented, several factors stand 
out as important determinants of the function of the supervisory behavior 
system. First, it is apparent that the basic work of the institution 
(teaching) is done by teachers. What assumptions are made about 
teachers? Are they professionally competent specialists or are they passive 
instruments of administration who carry out relatively mundane tasks 
designed and developed at a “higher” theoretical level? Perceiving the 
teacher as a creative, self-directing, and responsible decision maker and 
problem solver, has implications for defining instructional supervisory 
behavior. 

Second, the concept lal scheme clearly indicates that instructional 
supervisory behavior seeks to influence the teacher-pupil behavior system, 
and, therefore, the nature of this behavior is at least partly a function of 
the conceptualization of teaching. Teaching may be conceptualized as a 
creative response to an emerging situation by a professionally competent 
specialist, or, on the other hand, as the achievement of a specialized task 
by a technician. 

Third, since supervisory behavior always occurs within the frame- 
work of a “social system,” it is partly a function of the social system in 
which it operates. Social systems are characterized by boundary, tension 
and conflict, disequilibration— re-equilibration, and feedback. The nature 
of supervisory behavior is limited by the limitation of the social system 
in which it occurs. Efforts to change the nature of supervisory behavior 
in educational organizations without changing the organizational struc- 
ture might well prove futile. 

So far, the following factors have been identified as sources from 
which instructional supervisory behavior derives its distinctive features: 

1. The characteristics of human beings in schools 

2. The nature of the “social systems* in which instructional super- 
visory behavior occurs 

3. The nature of teaching and learning 

4. The organizational structure of schools. 

Th* Charactristics of Human Boings in Schools 

March and Simon have grouped propositions about human behavior 
in organizations in three broad classes as follows: 



INSTRUCTIONAL SUPERVISORY BEHAVIOR 



17 



1. Organization members, and particularly employees, are primarily pas- 
sive instruments, capable of performing work and accepting directions, but not 
of initiating action or exerting influence in any significant way. 

2 . Members bring to their organizations attitudes, values, and goals; they 
have to be motivated or induced to participate in the sj^tem of organizational 
behavior; there is incomplete parallelism between their personal goals and 
organization goals; and actual or potential goal conflicts make power phenomena, 
attitudes, and morale centrally important in tihe explanation of organizational 
behavior. 

3. Organization members are decision makers and problem solvers, and 
perception and thought processes are central to the explanation of behavior in 
organizations.* 

Most authorities would agree with the description of man as a rational 
and emotional goal-seeking organism. However, is man capable of self- 
determination of direction? Is the nature of human beings in educational 
institutions such that external sources of control (hierarchy) are needed 
to direct (goal determination) and motivate man to participate in 
behavior which will ensure the achievement of organizational goals? Or, 
are men in educational institutions capable of self-direction, goal setting, 
problem solving, and rational decision making? These propositions do 
not suggest complete individual freedom or autonomy. Obviously, man 
must live within the social framework of the organization. Earl Kelley 
expressed this thought as follows: 

The basic, organismic demand for freedom is, in one sense, limited and 
curtailed by the equally powerful need to be social. Man needs freedom and 
he also ne^ other people. Therefore, these two needs have to be reconciled. 
No human being can exercise complete freedom to do as he pleases and retain 
his status with his fellows. He would soon be alone, deprived of one of the 
most important stuffs of growth, and in this solitary condition his develop- 
ment will be warped. This result can be observed in all people who are shut 
off from social intercourse with their own kind.* 

The problem is not whether man should be free but whether or not 
professional members of educational organizations are capable and self- 
motivating enough to participate in “system” goal setting, problem solving, 
and rational decision making. 

It is expected that the actual work of the institution (teaching) is 
performed by professionally competent specialists. As a matter of fact, 
the professional teacher with adequate experience is probably the most 

* James G. March and Herbert A. Simon. Organizations, New York: John 
Wiley & Sons, Inc., 1961. p. 6. 

* Earl C. Kelley and Marie I. Rasey. Education and the Nature of Man. New 
York: Harper and Brothers, 1^2. p. 103. 
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competent to teach a particular group of children a 

a oarHcular grade level. This is because the teacher knows the interests, 
strengths wSknesses, and special problems of his group, -nus does not 
She dL not need help; he does; hut in the fina anjlysis the teacher 
must be responsible for and have the authority to oevelop the teaching 

proc«s.he function is important enough to require a '’{g'' 'f'"®* 

of professional competence, then it is imperative that ‘®“’’®" 

high status in decision making in the area of cumcumm and mstructiom 

NM only are teachers highly specialised hut atotheir *P®®;^*“ “ 

diffuse that this fact precludes the possibility of ^ 8 

administration on the basis of expertise. Further, the teacher utihzes a 

broad spectrum of specialities such as ^bject matter 

diagnosis, and methodology from which he develop 

Thus, the possibility of “general monitoring by an officer of th g 

ScS"l itself is also characterized by teacher specialization 

rather than task specialization, meaning that teachmg is a “®®^™ “ 
emerging process in which the teacher is continuously respondmg m terms 
of rational analysis to ever-changing situations. 

Implications for Instructional Supervisory Behaciw: If the teacher 
is viewed as a dedicated and competent professional, *®" 
monitoring notions based on either expertise or hierarchical authmty 
would appear to be inappropriate instructional 

Rather, thV function would be to initiate and mamtain decision-making 
systems in which the greatest amount of professional ®»"'P®^"®® 
l4 brought to bear on a given decision or problem at a given b™ • ^ 
would bl through the initiation and maintenance of such systems that the 
organization could continuously develop, maintam, and evaluate the oper- 
ations for achieving organizational goals. 

The Noture of the “Soc/o/ Sysfems 

Operating from the conceptual framework of systein theo^, the 
school has beL described as being made up of a large number of loosely 
related “educational social systems" and instructional superviso^ behawor 
defined as behavior which directly influences teacher-pupil behamor 
systems. Since supervisory behavior always affects teacher behavior ™thm 
tL context of a social system, it becomes necessary to describe 
ceptuahzation of human problem solving in social systems. 

The “system model” used by scientists in the physical sciences, 
biological sciences, and social sciences provides us with a way of con- 
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ceptualizing the educational situation in which change occurs in educa- 
tional institutions. By using the social system model, it is possible to 
understand the educational social system in terms of boundary, tension, 
equilibration-disequilibration, and feedback.® 

Boundaries of the Educational Social System: The way the educa- 
tional social system is differentiated from the outside environment is the 
stuff which gives the system a unique identity. In the case of a prmcipal 
and his staff, it is the job of developing, implementing, and evaluating a 
school program for a particular group of children. This is a common 
goal that holds the group together and sets it apart from the outside 
environment. This does not mean there is no interaction with the outside. 
External forces which interact with the system are thought of as inputs. 
The system’s influence on the external environment is thought of as the 

system’s output. 



Tension, Frustration, and Conflicts: Since individuals in the system 
are unique, with different purposes and different perceptions of reality, 
and since there are forces from the outside which constantly feed into the 
system, tension, frustration, and conflict are inevitable. They tend to 
distort the system or throw it off balance. It is through the process of 
human problem solving that the system is able to gain a new equilibrium. 

Disequiiibration— Re-equilibration: When external or internal forces 
operate to upsel the balance, the system is thrown into a problem-solving 
situation. This is, of course, an attempt to “re-equilibrate.” This does not 
mean that the system returns to the same state of equilibration as before, 
but rather that a new state of equilibrium is developed. When the 
equilibration of the system is upset by internal or external pressure, the 
system begins to seek to reach a new level of equilibrium. The processes 
of communication, decision making, leadership, scientific problem solv- 
ing, and cooperation are used by the system to solve its problem. The way 
these processes are used determines the effectiveness of the system m 
developing new states of equilibiium Some explanation of the operation 

of these processes might clarify the point. 

The process of communication is used to receive, code or decode, 
evaluate, and transmit information. In the problem-solving situation, 
the quality of tliis process is imperative. If the system is transmitting 
or receiving distorted information, tiien, such information is used in 
solving the problem. The quality of communication also affects the 
creativity of the group process and the kind and degree of innovations 

5 Robert Chin. “The Utility of System Models and Development Models for 
Practitioners.” The Planning of Change. Warren G. Bennis, Kenneth D. Benne, and 
Robert Chin, editors. New York: Holt, Rinehart and Wmston, Inc., 1961. pp. 201-14. 



20 



supervision: perspectives and propositions 



for solving problems that result in growth of the ability of the system 
to solve problems. System members must imderstand the “reality” of the 
outside forces that are making an impact on the system. Commimications 
which are distorted and inconsistent lead to internal conflict, tension, 
and mistrust. Communication inadequacies disturb the process of co- 
operation in the social system because internal strife causes individuals 
to lose their ability to cooperate and make adequate decisions. 

Feedback in the Educational Social Systems: Recently a rocket ship 
was put into orbit around the earth’s surace, with built-in devices sensi- 
tive to the “rocket ship system’s” relation to its environment. When certain 
things actually went wrong and the rocket tilted, this information was fed 
back into the system and the ship was returned to earth after two rota- 
tions instead of the planned three. This is an example of feedback in a 
system. 

The educational social system has been described in terms of bound- 
aries, tension, disequilibration-equilibration, and feedback. But what 
about change in educational social systems? How and why does it occur? 
Are men merely victims of a wide variety of social systems of which they 
are a part or can they control their own destiny? Is the structure of the 
system set, or can men release clogged-up parts and induce and control 
change in self-determined directions based on perceived needs and 
rational choice? It would seem that they can. 

Man, operating as a part of a wide variety of social systems, can 
continuously define and redefine goals and continuously improve his 
capacity for achieving these goals through the process of planned change. 
These processes have been identified as leadership, communication, de- 
cision making, problem solving, and cooperation. Instructional super- 
visory behavior can be defined specifically as that organizationally pro- 
vided behavior that directly and purposefully affects the pupil-teacher 
systems. This constitutes an external force which is a supervisory behavior 
system output and teacher-pupil system input, and causes a disequilibra- 
tion which throws the teacher-pupil system into a problem-solving process 
in order to achieve a new level of equilibrium. A diagram (see Figure 2) 
provides a model to illustrate this concept. 

Human A, Human B, and Human C make up the social system. These 
human beings are held together in the system by the assumption that 
they can achieve certain goals (personal or group) through identification 
with the group. The system is thus given an identity or boundary which 
separates it from external systems. 

Members of the social system, in working to achieve certain personal 
and/or group goals, are involved in problem solving resulting in changes 
which m^y improve the social system. 
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PROCESSES OF CHANGE 




Figure 2. Model for Change in Educational Social Systems 

The system’s process of change is afiFected by external forces, i.e., 
tension, internal conflict, or cohesion; and internal forces, i.e., interper- 
sonal conflicts resulting from personality differences or role conflicts, either 
or both of which may result in disequilibration which causes the system 
either to disintegrate or to reach out for a new level of “equilibration” 
through problem-solving activities. 

In this particular model, six processes of change are identified as 
critical to continuous system improvement— leadership, communication, 
creativity, decision making, cooperation, and problem solving. These are 
the processes through which members of the educational social system 
seek improvement. 

Implications for Instructional Supervisory Behavior: The central 
theme of the theoretical frame of reference just presented is that teacher- 
pupil systems are the basic structure through which the institution of 
public education achieves its goals. Human problem solving is defined 
as determination of goals and values, assumptions about future events, 
determination of alternative courses of action, selection of desirable 
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action, implementation of the action, evaluation of goal attainment, and 
evaluation of goals. The basic processes through which human beings 
solve their problems have been identified as leadership, communication, 
scientific problem solving, cooperation, creativity, and decision making. 

Since human problem solving occurs within the context of organiza- 
tional subsystems, the nature of instructional supervisory behavior (de- 
fined as the facihtation of problem solving) may be summarized as 
follows: 

1. Facilitation of the process of continuous goal identification, teach- 
ing, operations development, and evaluation in teacher-pupil systems 

2. The development, maintenance, and evaluation of teacher-pupil 
systems for achieving organizational goals 

3. The development, maintenance, and evaluation of the following 
intra-system and intersystem processes of teacher-pupil systems: 

a. leadership 

b. scientific problem solving 

c. communication 

d. decisionmaking 

e. cooperation 

f. creativity. 

4. The coordination of varied teacher-pupil systems in terms of 
overall organizational instructional goals. 

The Nature of Teaching and Learning 

Teaching is conceptuahzed as having three aspects: goal identifica- 
tion, development of operations for achieving goals, and evaluation of 
goal achievement. 

Goal Identification: It has been stated previously that the institution 
of education is a subsystem of the society of which it is a part, the society 
specifying both its functions (socialization and extension of knowledge) 
and terminal goals; and further, that teacher-pupil systems are subsystems 
of a “local school” which is a subsystem of a school district. This means 
that the operational goals of a particular teacher-pupil system are inter- 
dependent with other teacher-pupil systems in the process of achieving 
the overall goals of the particular local school. Therefore, the teacher 
cannot act as an autonomous unit in developing operational goals for his 
particular teaching unit. Rather, the task of goal development must be 
coordinated in such a way as to assure that each specialized unit will 
contribute to the achievement of overall system goals. 
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Development of Operations for Achieving Goals: Even though 
teachers are assumed to be professionally competent, they cannot be 
specialists in all of the sources of knowledge which have implications for 
teaching. The structure and methodology of the basic organized disci- 
plines, therefore, have strong impHcations for teaching. 

Because of the rapid expansion of knowledge in (a) educational 
technology, (b) behavioral sciences, (c) curriculum developme 
(d) teaching and learning resources, and (e) educational research, 
teachers need specialized assistance. 

The important point is that teachers have the responsibility and, 
therefore, must have the authority for determining teaching operation 
which it is assumed will achieve certain operationally defined objectives. 
However, the complexity of the task of developing teaching operations 
is recognized and, therefore, so is the need for speciafized assistance for 
teachers. It is assumed that as professionals, teachers will utilize such 
resources. 

Evaluation: It is also recognized that the process of evaluation cannot 
be left to the individual teacher. Rather, systematic evaluation must be 
developed in such a way as to determine the effectiveness of the teacher- 
pupil subsystems in terms of the overall goals of the school. 

Implications for Instructional Supervisory Behavior: The function of 
instructional supervisory behavior in providing specialized assistance is 
as follows: 

1. To provide a source of expert information, knowledge, theoretical 
formulations, and skills from the organized disciplines to enrich the 
content in the instructional program, and to determine impHcations for 
teaching methodology. 

2. To provide for the initiation, maintenance, and evaluation of 
supervisory subsystems in which professionally competent humans with 
a wide range of appropriate specialities are brought together to develop 
decision policies and to serve as a resource to teachers in the creation, 
development, and scientific evaluation of teaching. 



The Organizational Structure 

Since the supervisory behavior system is a subsystem of the organi- 
zation, it follows that the organizational structure defines, and controls 
to some extent, the nature of supervisory behavior. Thus, it would appear 
to be futile to attempt to study supervisory behavior without a study of 
the organization in which it occurs. Basically, organizations represent a 
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patterning of specialized and interdependent parts created to achieve 
some common goal or goals. 

There is an educational hierarchy which determines authority and 
responsibility in developing, implementing, and evaluating policies. There 
are organizational expectations and general rules which have an impact 
on human behavior in the organization, and at the same time there are 
incongruences between individual needs and organizational expectations. 
It is not the purpose here to analyze these factors; the purpose is to 
recognize them. If we want human beings with special competence in 
curriculum and instruction to influence the instructional program in 
educational organizations, then we must recognize, utilize, and modify 
the nature of the organizational structure within which instructional 
supervisory behavior occurs. Instead of ignoring or opposing legitimate 
authority, why not use legitimate organizational authority to facilitate 
the work of professionally competent individuals who participate in 
instructional supervisory behavior? 

When there is a lack of congruence between the organizational struc- 
ture and the needs of the organization, two possible avenues of improve- 
ment are available. First, change the needs of the organization; second, 
change the nature of the organization so that it is more compatible with 
needs. Certainly, in the case of the educational organization it is possible 
and desirable to do the latter. This requires continuous and comprehen- 
sive analysis and evaluation utilizing the best available “conceptual tools.” 

Implications for Instructional Supervisory Behavior: The organiza- 
tional structure of institutions of public education has the following im- 
plications for instructional supervisory behavior: 

1. To recognize and utilize the organizational structure to influence 
teachers and teacher-pupil systems in order to facilitate the achievement 
of educational goals. 

2. To seek to modify the organizational structure in such a way as 
to facilitate the maintenance of human beings in the organization, the 
maintenance of the organization, and the achievement of organizational 
goals. 



Summary 

Instructional .supervisory behavior, defined as organizational behavior 
external to the teacher-pupil system but calculated to impact directly 
and purposefully on teacher behavior, was defined as having the following 
functions in educational organizations: 

1. Goal development 
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2. Coordination and control 

3. Motivation 

4. Problemsolving 

5. Professional development 

6. Evaluation. 

The conceptual scheme has proposed the following factors as impor- 
tant determinants of the distinctive features of instructional supervisory 
behavior as it functions in educational institutions: 

1. Tbe characteristics of human beings in the institution of public 
education 

2. The nature of teaching and learning 

3. The nature of the **social system** in the institutions of public 
education in which instructional supervisory behavior occun 

4. The organizational structure of institutions of public education. 

Careful study of these four factors made it possible to define the 
nature of instructional supervisory behavior as follows: 

1. The goal development function: Teachers are highly trained and 
specialized professionals. It is important that their expertise be utilized 
in the critical process of goal development and goal evaluation. It is also 

that teachers be aware of and identified with the overall goals 
of the organization. One of the most effective ways to provide for this is 
through the process of teacher involvement in the goal development 
function. 

2. The coordinating and controlling function: The description of the 
teacher as a dedicated competent professional gives cause to question 
traditional notions of supervisory behavior, which is required to con^l 
and coordinate teaching behavior. For example, overseeing or monitoring 
notions based on either expertise or hierarchical authority might well be 
inappropriate behavior. Rather, instructional supervisory behavior would 
be provided by the organization to initiate and maintain decision-making 
systems in wlbich the greatest amount of professional competence could 
be brought to bear in the continuous process of developing and main- 
taining the social structure which would provide the necessary behavior 
controls. 

The description of the organization as a social system widi a large 
number of interdependent subsystems moving toward a common goal 
clearly establishes the need for coordination and control. Controls must 
be provided to maintain common direction and systematic evaluation to 
ascertain the extent to which goals are being achieved. But the descrip- 
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tion of teachers as professionals indicates that the source of authority for 
the social structure should be the teachers and administrators themselves. 

3. The motimting function: Both the discussions of teaching and 
organizations indicate the necessity of a high level of teachef motivation 
for an ’‘effective” and “efficient” organization. The description of the 
“worker” in educational organizations as a “professional” has important 
implications for the motivating function. The fact that teachers have 
their own unique need dispositions and that organizations have goals 
and that the two may not be congruent can be a source of low teacher 
motivation. The organization must somehow meet the needs of organiza* 
tional members in the process of achieving organizational goals. 

In order to maintain a high level of teacher motivation, teachers 
must be given an opportunity to participate in decision making and 
implementing systems which deal with problems of organizational direc- 
tion, operations, and evaluation. This would ensure teacher sensitivity 
to and awareness of overall organizational goals. Herzberg, Mausner, and 
Snyderman found that positive job attitudes are a function of feelings 
of personal development and self-actualization which are related to 
achievement, responsibility, work itself, and advancement.® 

4. The problem-solving function: The central theme of the theoretical 
stanc*e taken in this paper describes human problem solving as the basic 
process in teacher-pupil systems. Therefore, a basic function of instruc- 
tional supervisory behavior is to facilitate this process. More specifically 
the problem-solving function can be described as follows: 

a. Facilitation of the processes of goal identification, development 
of operations foi achieving goals, and evaluation of the operations in 
teacher-pupil systems 

b. The development, maintenance, and evaluation of subsystems 
whose purpose is to impact directly on teacher-pupil systems. 

5. The teacher developing function: The changing nature of society 
and changing expectations for the educational institution, expanding 
knowledge in the organized disciplines, and fast developing educational 
technologv make it imperative that educational organizations provide 
for the continuous educational development of teachers. This is one of 
the critical functions of instructional supervisory behavior. An oppor- 
tunity must be provided for teachers to develop continuously the con- 
ceptual, human, and technical skills which are necessary to assure ade- 
quate teaching behavior. 

•Frederick Herzberg, Bernard Mausner, and Barbara i». Snyderman. The 
Motivation to Work. New York: John Wiley & Sons, Inc., 1959. p. 70. 
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6. The evaluating function: Since the educational oiganization has 
overall goals which are a function of societal expectations, it is necessary 
to provide an exacting system for evaluating learning outcomes of the 
teacher-pupil systems. 
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Supervision as Teaching: 
An Analogue 

Robert H. Anderson 



WITHIN the school system and the separate schools that com- 
prise it there are found essentially three categories of persons: (a) the 
children (or adults) who occupy the role of “learner’' and for whose 
educational benefit the schools are maintained; (b) teachers, supervisors, 
administrators, and other certified professional workers who are directly 
or indirectly concerned with the provision of instructional serv-iccs to 
the learners; and (c) other adults (secretaries, cafeteria workers, bus 
drivers, custodians, and so forth) whose work facilitates or supplements 
the activities of the professional staff but who have no direct responsi- 
bility for the achievement > educational goals. 

Although it is appropriate to mention that this third group sometimes 
has a significant effect upon the growth and development of pupils and 
teachers alike, any contributions that these people may make to the super- 
vision of teachers is essentially an imexpected ^vidend and it is therefore 
reasonable to exclude them from oui ^scussion of supervision in action. 

In the course of his career the teacher acquires and modifies his 
teaching repertoire and behavior as a result of numerous forces at work 
on him and within himself. Probably a substantial fraction of his total 
teaching personality is more or less self-generated, created as it were 
out of his own dreams and imagination. Certainly another substantial 
fraction, especially at the outset of his career, is derived from his long 
experience as the student of other teachers, from reading books, and 
maga2dnes and from various general clues (such as movies about school 
children or teachers) to the way people teach or have taught in the past. 
Undoubtedly many yoimg teachers consciously or unconsciously imitate 
the master teachers imder whom they served as trainees, and it is probable 
that the ideas and suggestions gained from course v/ork in educational 
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methods are another component in the overafl repertoire with which a 

new teacher begins. , ir .a 

Once a teacher is on the job, in addition to the self-generated idew 

previously mentioned, his teaching pattern is subject to constat mo^ti- 
cation through contact with pupils, with other teachers, and with vanous 
superordinates and consultants. Although it is the ktter groi^ to w om 
this publication is addressed and m whose role(s) we are chiefly inter- 
ested, it is important to note that both his pupils and his peers have a 
great influence upon a teachers work. Furthermore, a strong national 
trend toward cooperative teaching and a greater tendency to onor an 
to encourage the critical reactions and suggestions of students make 
these factors of growing importance ir« the supervisory environment 

surrounding vhe teacher. . i j 

At the college level, especially in recent years, the appraisals and 

the reactions of students to their instructors and to academic programs 
have become the focus of much discussion and sometimes even of 
conflict. Newspapers have carried stories about students rallying to 
the support of popular teachers who are denied faculty tenure, ^d 
conversely about students who object to the treatment they are receiving 
in classrooms. Formal and informal arrangements exist in some colleges 
for evaluating individual courses and instructors, and sometimes there 
is provision for direct feedback to the instructors via questionnaires and 
similar devices. It is difficult to assess the actual effect of such pro- 
cedures on the instructor s work, but it seems reasonable to assume that 

they are not usually taken lightly. 

Probably more important than official procedures are the various 
subtle signals and bits of information that instructors note in their day- 
to-day relationships with students. Evidences of student enthusiasm, of 
work completed, of high morale, and of a growing commitoent to the 
tasks set down by the faculty will naturally reinforce that faculty m its 
modus operandi; while signs of disinterest, work slackening, 
morale will probably lead to reexamination of the way things are being 
done, and even of the goals that are sought. Unfortunately, college in- 
structors rarely receive direct professional assistance ( i.e., supervision ) 
from their deans or department heads, so that sometimes the informal 
influence system within which student reactions are obtained offers the 

only outside help a professor rec:eives. 

in elementary and secondary schools, perhaps even more than m the 
colleges, the informal influences system is an important source of insight 
into the teachers effectiveness. Furthermore, there is a great deal more 
information, for example, about each pupil’s academic history and 
tendencies, available to the teacher as he attempts to measure his success 
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with pupils. That sometimes this information is overlooked or neglected, 
and that too little use is made of supervisors and fellow teachers as 
additional sources of help, however, seem to be all too true. 

The reluctance of some teachers to accept the services of supervisors 
may perhaps be explained in part as an aspect of the classic conflict 
between superordinates and subordinates in the society as a whole. In 
large part, too, it stems from the inefBcacy of many supervisors and in 
turn from the failure of the profession to develop adequate theories and 
procedures of supervision. To the latter problem, it is earnestly hoped, 
current scholarship will address itself with greater energy and clarit)^ 

That teachers within the same school have all too seldom shared 
pedagogical insights and information, on the other hand, is less Ae 
result of role conflicts or ineptitude than it is a consequence of overselling 
the idea of professional autonomy and of single-teacher responsibility as 
associated, for example, with the self-contained classroom. By insulating 
its members from each other in separate, private teaching spaces, the 
profession has (perhaps unintentionally) made it unusually difficult for 
a meaningful professional dialogue to take place within each school. 

Over some twenty or thirty years, however, there have emerged 
in the United States and elsewhere school organization patterns within 
which teachers work more openly and in collegial partnerships. Ranging 
all the way from informal collaboration to formally structured teaching 
teams, these patterns offer (among other things) u greater opportunity 
for teachers to plan and evaluate together, to see each other at work with 
children, to exchange ideas and functions, and to interact with each 
other as professional workers confronting common problems. None of 
these patterns has yet been developed or evaluated sufficiently to test 
its ultimate usefulness, but experience already suggests that collegial 
teaching patterns are here to stay and that they offer a significantly 
different framework within which the entire subject of teacher super- 
vision, now including the subtopic of “informal supervision by peers, 
can be examined. 

Later in this chapter it will be argued that collegial supervisory 
patterns are a logical next step in the revitalization of the educational 
professions. First, however, we must take a brief look at supervision as 
a role not imlike teaching itself. 

Supervision and Teaching 

“Supervision,” a term for which we have long sought a more suitable 
alternative, ordinarily refers to those things that are done by the appointed 
officers of a school system to influence (and presumably to stimulate 
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improvement in) the instructional behavior of the teaching staff. Building 
principals, head teachers, consultants, coordinators, assistant superin- 
tendents, directors, supervisors, and similarly-named persons spend any- 
where from a small fraction to the great majority of their working time 
in activities related to the betterment of instruction. Blueprints and 
models of superior teaching methodology are largely imavailable to 
these persons, and (perhaps for this reason in particular) sure-fire tech- 
nologies for working with teachers are equally hard to find. This, in turn, 
is due in large measure to the relative neglect of theories of instruction, 
on the one hand, and of theories of supervision on the other. 

It is customary to use terms such as “influence,* “stimulate, and 
“inspire* when we talk about the intended impact of a supervisor’s work 
with teachers, much as these terms are often used to describe the teacher s 
impact on pupils. Words such as “teach* or “instruct’ ordinarily bear a 
somewhat more authoritative meaning, one’s mental picture being that 
of a knowing and controlling adult commanding (though perhaps ever so 
courteously and gently) the attention of a captive and hopefully coopera- 
tive audience. It may be significant that although this image is not par- 
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ticularly ofiFensive when the dramatis personae are teachers and pupils, 
it is generally considered inapplicable to the relationship between super- 
visors and teachers. The profession seems to have been more comfortable 
with terminology and procedures that suggest a ftiendly, stimulating re- 
lationship between social and intellectual equals, each in a slightly dif- 
ferent role but all possessed of those motivations and skills that ensure 
diligent and effective pursuit of pedagogical excellence. 

Without stopping to analyze both the virtues and the dangers in- 
herent in this familiar situation, let us consider an alternative which, 
though not unfamiliar, needs further development and acceptance. In 
its essence it conceives of supervision as the teaching of teachers about 
teaching. Its theoretical imderpinnings are essentially the same constructs 
and ideas that undergird teaching itself. In other words, supervisory 
theory in this case derives from a concept of teaching, and its procedural 
elements are similar to those which guide teachers in their work with 
students. The supervisor is seen as a teacher, the dimensions of whose 
work are virtually the same as those one finds in the work of teachers. 

A Conception of the Teacher's Work 

In order to illustrate the several dimensions of teaching, though at 
considerable risk of oversimplification, this author has constructed a tri- 
angle showing three elements in relationship to each other. ^ (Page 32.) 

In this triangle, horizontal line (c) refers to the relationship between 
the teacher and the pupil. Basically, this relationship can be broken down 
into two components, one consisting of all the things that a teacher does 
in order to diagnose and understand the child and his needs, the other 
representing the numerous interactions between the child and the teacher 
which signify and ensure their capacity for working together. 

The vertical line (b) in the triangle represents tbe teacher^s relation- 
ship to the substance of the school program; that is to say, all of the 
things (content, personal-social skills, and tools of inquiry and thinking) 
that the child is expected to learn through his school experience. Again, 
line (b) has two major components: the teacher’s command of pertinent 
knowledge (e.g., Shakespeare’s comedies and the process of critical think- 
ing) and the emotional and intellectual commitment that he has to the 
various things he is to teach. 

Diagonal line (a), the hypotenuse of the right triangle, also has two 
major components. When we view it going upwards from left to right, 

iThe following material concerning Figure 1 is adapted from Robert H. 
Anderson. Teaching in a World of Change. New York: Harcourt, Brace & World, 
Inc., 1966. pp. 14-19. 
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line (a) represents the learner at work (i.e., “learning”— accepting and 
reaching out for the knowledge, skills, attitudes, and concepts which 
constitute the curriculum and its goals). When we view it going down- 
hill from right to left, it signifies the various activities whereby the teacher 
strives to cause or enable the child to learn— the insuflBcient but familiar 
summary term for these activities being “instruction.” 

The “compleat” teacher, then, like the compleat angler is possessed of 
many talents and his professional repertoire includes at least six elements: 

1. A command of knowledge (particularly in the field or fields for 
which he has instructional responsibility but also in other fields as they 
relate to the field of .specialization) and a capacity for its replenishment 
and expansion 

2. Enthusiasm for and commitment to his instructional field(s) 
manifested in part by a conviction that the things to be taught are im- 
portant for the learner to possess^ 

3. Command of general information about how children develop, 
act, think, and feel; plus the capacity to be a skillful clinical ob.server and 
diagnostician of each child in his charge 

4. The ability to establish an appropriate working relationship, or 
rapport, with each child and with the class or group as a whole® (Line c*) 

5. Thorough understanding of the ways children can ar^ do learn, 
both in general and within the immediate context 

6. Possession of a broad repertoire of pedagogical skills along with 
the capacity for its replenishment and expansion. 

It is possible to summarize these six elements in a simplified triangle 
as shown in Figure 2 on the following page. 

Also reflected in Figure 2 is the fact that schools include a number 
of pupils with whom teachers deal in aggregates as well as individually. 
Since teachers often share the teaching responsibility with colleagues, 

2 Note that commitment, as defined here, is to the transmission of knowledge to 
someone else. There are many well-informed people who have great command of 
knowledge, e.g., scientists working for General Klectric or theater critics who know 
Shakespeare in intimate detail, but theirs is a different form of commitment and they 
have different ways of using their knowledge to the benefit of others. 

3 Just how far a teacher may legitimately go in establishing a cordial, even 
affectionate, relationship with the child is an undetermined question. SufiBce for 
purposes of the present discussion that the teacher should demonstrate a sincere 
interest in the well-being of his pupils, and apply his substantive and pedagogical 
knowledge to their advantage. Tbus, the teacher’s behavior elicits the chUds trust 
in the teacher s motives, in his professional competency, and in the relevance of his 
work to the child s own interests. See Anderson, op. cit., pp. 15-16 for elaboration. 
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Figure 2 takes note of the cooperative relationships that are possible 
within the staflF. 



The Analogue for Supervision 

With the triangular representation of the teacher’s work as a back- 
ground concept, let us now approach the work of the supervisor and 
assess its dimensions by means of the same schema. The reader will 
recall that we identified supervision as a form of teaching. In Figure 3 
(page 36), therefore, we show the supervisor at that comer of the triangle 
where we earlier showed the teacher. 

As can be seen, the teacher is now located in the “student” role, the 
“things to be learned” (or professional curriculum) including all of the 
six role elements shown in Figure 1. The supervisor, seen now as an 
agent who facilitates the efforts of the teacher to leam his craft, becomes 
responsible for diagnosing and understanding each teacher and his needs 
with respect to leaming-of-craft, and for establishing that sort of relation- 
ship with his “student” that will ensure their capacity for working effec- 
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lively together (see line C). Following the pictorial analogy further, the 
supervisor is seen as necessarily having boA command of all the skills 
and knowledge which represent effective teaching, and the intellectual 
and emotional commitment that inspires him to share that property wdth 
the teachers he serves (line B). Finally, we see in the hypotenuse (line 
A) of our new triangle, two familiar components; (a) upwards from left 
to right, the teacher accepting and reaching out for the additional insight, 
skills, and knowledge that will make him a more complete a..d effective 
craftsman, and (b) downhill from right to left, the various activities 
whereby the supervisor strives to cause or enable the teacher to learn 
more about teaching— for which the insufficient but familiar summary 
term is “supervision " 

Though it is unnecessary to describe them here in detail, again we 
2nd that there are six elements that comprise the talents and Ae pro- 
fessional repertoire of the complete supervisor. By clear implication, two 
of these elements (command of the teaching craft, and zeal for its propa- 
gation) call for the supervisor to have extraordinary insight into the 
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teaching role. Two o£ them call for an understanding of ways that 
teachers actually do learn and change, and for a broad repertoire (» 
(pedagogical) skills and techniques of the sort that can facilitate such 
change behavior within the teaching staff* Two of them call for talent 
and training in studying and dealing with teachers as learners; it is essen- 
tial to earn the teacher’s tfust in one’s motives and competence. 

In Figure 3, also, is reflected the fact that teachers come in multiples 
and -tupervisors frequently deal with them in groups. Since supervisors 
sometimes share the supervisory responsibility >vith colleagues, Figure 3 
also takes note of the cooperative relationships that are possible within 

the administrative-supervisory staff. 

The reader may already have noticed that it is possible to extend 
our analogy one step further by creating an additional figure in which 
the supcfvisot is shown as the student of his sujj^rvisory craft, and in 
which professors, superintendents, assistant superintendents, and others 
carry the responsibility for overseeing and training supervisor)' personnel. 
See Figure 4, which shows this possibility in abbreviated form. 




Figure 4 
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Th« Analogut: A Diicuiiion 

There may be some to whom the definition of supervision as teaching 
is either unfamiliar or objectionable. Admittedly, it seems at first glance 
to be somewhat inconsistent with the notion of supervisors and teachers 
as fellow professionals with equal dignity and self-respect. However, 
there is no reason to abhor or resist a relationship among adults in which 
there is assumed a higher degree of knowledge or skill on the part of 
one person, any more than it is degrading to a child because his teacher 
has more knowledge and experience in the academic world than he. At 
its best, the relationship between a child and his teacher is productive 
and satisfying and there is no loss of dignity because the child is in some 
ways dependent upon his teacher. At its best, too, that lelationship is 
marked by the child’s confidence that his teacher labors eflFectively in his 
best interest. An achievement by the child is gratifying both to him and 
to his teacher, and the child’s growing independence of adult assistance 
is both a mutual goal and a source of mutual pride as it occurs. 

At its best, then, the relationship between the teacher whose learning 
consists of increasing his pedagogical craftsmanship and the person (i.e., 
supervisor) who serves as his teacher can and should resemble the pupil- 
teacher relationship we have just described. Granted that the teacher s 
dependency upon the supervisor takes more subtle forms than does the 
child’s dependency, and granted, too, that a relati'^ciship among mature 
adults is necessarily diflFerent in important ways from an adult-child re- 
lationship, it is nevertheless useful to pursue the analogy and to arpe 
that supervisors should define their role as a high-level form of teaching. 

Many supervisors fail to adjust to their supervisory roles, perhaps 
in part because they have been unwilling or imable to make the emo- 
tional and intellectual adjustments that are required. Some continue to 
regard themselves primarily as teachers of children, and they find greater 
satisfaction in their occasional opportunities to work again with children- 
e.g., while teaching a demonstration lesson or taking over the classroom 
of an absent teacher-than they find in their work with adults. Most 
supervisors have received too little preparation for their role, and all 
too few have been helped to see that there are rich satisfactions to be 
gained from teaching and working with adults. Some feel isolated and 
lonely in their new role, cut ofiF, as it were, from the once-familiar social 
life in the teachers’ lounge and in the faculty bridge clubs (or poker 
games). Sometimes it takes many years for newly appointed principals 
and supervisors to establish friendships of equal significance with fellow 
supervisors, and to wean themselves, in a sense, of the old satisfactions 
gained through teacher-to-pupil and teacher-to-teacher interaction. 
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Happier and more effective, indeed, will be the supervisor who recog- 
nizes ani accepts the different ground rules that govern “ 
personal and professional life. This implies, as does Fi^re 3, 
must acquire an understanding of classroom „ust 

yond his own personal repertoire when he was “ „”schools 

C^bserve a Meat variety of teaching performances m the schooi or scnoois 

he serves and arrive at a deeper understanding of all the many 

with and dia^ose children, approach the currrcu.um, 

arranffe ouoil groupings, and allocate resources. 

HeS Sudy elh teacher with at least the same care he once 

invested in his most interesting and/or g," p”<Ls? 

fT.p Hpst wavs of “getting to” that teacher and developing, m the process, 

an arrav of^device^s for releasing and increasing the pedagogical powers 
»:"aff, both indLdually a^d collective^. I^e mu^arn 
hnw to read the signs of his successes and his failures; how to appreciate, 
?or of a classroom door (formerly r^ty 

nlospd') left open or a teacher’s new awareness of a colleagues skill with 
s!:«s must learn to accept, too, the ’ef imate 
his position when circumstances so require, leammg o 
radeship and solace within the supervisory group just as teachers are 
frcquendy forced to accept the gulf that inevitably separates them fr 

** 'su^'f to'si^ision, then, rests in large measure upon the 5U^- 
visor* ability to define and accept his role as having essentially the s^e 
dimensions! that of the teacher, but with a more matine ^engmg 
clientele and with pedagogy itself as 

deavor So defined, the supervisors work is scarcely for P 8 8^ 
amateurs or for flabby spirits. It requires far more preparation an 
Sron than has usually been provided, and it deserves more att^- 
tton"sup^rt from the school superintendency than it ordmanly 



Cooperative Supervision 

Before concluding this chapter on supervision as teactog, let us 
draw one final lesson for supervision from the 
the direction in which teaching seems to be heading. Earlier 
tioned the strong trend toward patterns of teacher collaWhon »d 
the potential benefits that may accrue to teachers as a result o 
collaboration. We now turn to the potential advantages ^ ^ 

supervision, a topic which has recently received attention in the hterature 
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and which soems capable of breathing new health and life into an over- 
burdened role.^ 

Among the reasons for the emergence of cooperative teaching pat- 
terns have been (a) the increasing diflSculty, in view of the vast increase 
in knowledge, of any one teacher maintaining adequate control of in- 
structional technology and of the content(s) for which he is responsible; 
(b) correspondingly, a trend toward greater specialization within teach- 
ing; (c) concern for the integration of the separate subject areas, which 
is diiBScult in schools that are merely departmentalized; (d) a desire for 
greater flexibility in the grouping and subgrouping of pupils, in the utili- 
zation of staff and material resources, and in scheduling and use of space; 
(e) the search for ways to break down the rigidity of conventional graded 
structure; (f) a realization that no one teachers personality and teaching 
style can be equally appropriate to meet the varying needs of all his 
pupils; (g) efforts to find more flexible ways to train and induct new- 
comers to the teaching profession; (h) efforts to include part-time teachers 
and nonprofessionals in the work force of the school; and (i) the recog- 
nized need for more professional dialogue within the staff. There are 
probably other reasons, and some of the ones mentioned may be disputed 
by some readers, but let us take a moment to examine these same cate- 
gories within the context of our analogue. 

If cooperative staff organization is appropriate and necessary in en- 
suring flexibility and efficiency among teachers, it may be equally appro- 
priate in ensuring flexibility and efliciency among supervisors. Consider, 
for a moment, nine arguments that might be offered: 

1. It becomes increasingly dffScult, as pedagogical knowledge ex- 
pands, for any one supervisor to maintain adequate control of supervision 
as a field, and of content area(s); 

2. Correspondingly, there needs to be greater specialization within 
supervision (e.g., one supervisor a specialist in working with inexperi- 
enced teachers, another a media specialist, another to keep up with new 
math and science trends); 

^ (a) Nicholas Anastasiow and Abraham S. Fischler. "A Proposal for Teaming 
Principals.” The National Elementary Princijxd 44:59-64; November 1964. 

(b) Anderson, op. cit., pp. 125-27. 

(c) Morris L. Cogan. "Clinical Supervision by Groups.” The College Super- 
vitor. 43rd Yearbook, The Association for Student Teaching. Hhibuque, Iowa: 
William C. Brown, 1964. pp. 114-31. 

(d) Jamc^ Greig and Robert R. Lee. "Cooperative .Administration.” The 
National Elementary Principal 44:71-76; January 1965. 

(e) Maurice E. St. Mary. "The Administrative Team in Supervision.” The 
National Elementary Principal 45:59-61; April 1966. 
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3. Supervisors of separate content areas can work together to ensure 
an integrated program, especially with respect to the identification of 
common goals; 

4. A cooperative arrangement ofers more flexibility in the us-^ of 
supervisory resources; 

5. A cooperative arrangement would make it easier to cope with 
the differential needs and growth potentiality of the various staff members; 

6. No one supervisor can **be all things to all the people he serves; 

7. Newcomers to the supervisory role could be inducted into their 
roles more easily with the help of veteran colleagues; 

8. Part-time supervisors and various semi-supervisory colleagues can 
easily be included in a cooperative group; and 

9. Supervisors no less than teachers have a great need for continuous 
professional dialogue. 

To these arguments might be added that experience has shown that 
teachers react favorably to supervision by groups of supervisors, since 
group supervision tends to reduce some of the factors (such as bias, or 
incompetence on the part of an individual supervisor ) to which teachers 
sometimes object wh^ they are visited only by one person. 

In Figure 3, therefore, the supervisory staff was shown as a group, 
just as the teaching staff was shown as a group in Figure 2. It is hoped 
that the analogy, carried thus to its logical extreme, is one with which 
the supervisory profession will feel increasingly comfortable. 

In summary, supervision and teaching may be seen as roles with 
many of the same dimensions, and hence with similar problems and 
similar sathfactions. Particularly when supervisors join forces in carrying 
out their oillective responsibilities toward teachers, it is argued that the 
problems become more manageable and the role satisfactions are ac- 
cordingly increased. Within the framework of cooperative supervision, 
each supervisor finds a source of ideas and strength, a clearer view of the 
many ways whereby teachers can be helped to grow, and significant op- 
portunities for his own professional growth-in-service. Obviously these 
benefits will not accrue automatically, just as they do not accrue to class- 
room teachers without earnest effort, but for the zealous and profession- 
ally minded supervisor the analogue of supervision as a teaching role 
seems to offer a wholesome and promising perspective. 



Implications for Educational Practice 

John D. Greene 



SUPERVISORY effort must have purpose, and yet must recog- 
nize that outcomes will vary with situations. The application of a super- 
vision theory requires that goals be modified as insight is gained during 
various operational and developmental stages in instructional programs. 
Generally, the purpose, goals, ar d objectives of any applied theory of 
supervision should be compatible with >vhat is known about fostering 
the full development of individuals to <iccord with sound principles of 
human learning and in keeping with values crucial to our way o* nfe. 

Values and Purpose 

From what source do we obtain the purpose that gives us perspective 
and direction and serves as a basis for supervisory behavior? The needs 
of society are one obvious source. Yet, do we know the needs of our 
present day complex society? A century ago, when life was more simple, 
our physical, social, economic, and self-needs were determined in a more 
direct and less complex fashion, and the educational purpose relating to 
societal needs was easily distinguishable. Today’s world is different; 
schools endeavor to serve all the children of all the people from the highly 
disadvantaged to the highly affluent in a technological and scientific 
setting. 

Henry Adams in 1905 projected our thinking when he said, “Every 
American who lived in ihe year 2000 >^ould know how to control un- 
limited power. He would think irx complexities unim aginable to an 
earlier mind.” We are not having to wait until the year 2000 to witness 
Henry Adams’ prediction; the salient cigns of the ’sixties force us to recog- 
nize that our confrontation is now, and that clearly stated goals or pur- 
pose in terms of present and future educational needs are imperative. 
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Historically, endeavors to state educational purpose include such 
statements as that of the President’s Commission on Higher Education m 

1947: 

The first goal in education for democracy is the full, rounded, and con- 
tinuing development of the person. The discovery, training, and util iMtion 
of individual talents is of fundamental importance in a free society. To liberate 
and perfect the intrinsic powers of every citizen is the central purpose ot 
democracy, and its furtherance of individual self-realization is its greatest glory. 

We probably would accept the terminology and the broad intent of 
this purpose, but the more significant problem is implementation--action 
directed toward the attainment of applicable and testable goals and 

^'^Values that have stood the test of time should not quell the possi- 
bility of finding and accepting new values as they emerge in the pro(^ss 
of human interaction during this era of accelerated chanp. Regardless 
of the accepted values that undergird supervisory behavior, the central 
purpose of education and supervision should always be in focus. A 
statement to this effect was made by the Educational Policies Commission: 

Among the many important purposes of American schools the fostering 
of the development of individual freedom and effectiv^ess and the progress 
of the society require the development of every citizen’s rational powers. . . . 
Man has before him the possibility of a new level of greatness, a new realiM- 
tion of human dignity and effectiveness. The instrument which will r^lize 
this possibility is that kind of education which frees the mind and enables it 
to contribute to a full and worthy life.^ 

Supervisory behavior must have purpose which in turn gives prac- 
titioners needed perspective and clarity of direction in place of uncertain, 
flo un dering, nonpurposeful, nonproductive effort. 

Clarification of Purpose 

In most school systems throughout the nation various persons have 
assumed supervisory responsibility. The ASCD 1965 Yearbook, The Role 
of Supervisor and Curriculum Director in a Climate of Change, makes 
no attempt to give titles to all the persons with supervisory responsibihty. 
Instead, the yearbook committee used the term in the broadest sense to 

iThe Educational Policies Commission. The Cetdral Purpose of Educ^^n. 
Washington, D.C.: National Education Association-Amencan Association ot bchool 

Administrators, 1961. <ri, n 7 f 

2 The Association for Supervision and Curriculum , f •Rr>V.i!+ 

Supervisor and Curriculum Director in a Climate of Change. 1965 Year o . 

R. Leeper, editor. Washington, D.C.: the Association, 1965. 
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indicate persons such as consultants, special and/or general supervisors, 
curriculum leaders, or any person in an instructional leadership role who 
contributes to the improvement of teaching and/or the implementation 
and development of curriculum. The authors of the sections in this 
present booklet include superintendents, directors, supervisors, principals, 
consultants, and helping or head teachers when referring to supervisory 
personnel. 

Regardless of the assigned supervisory title from the table of organi- 
zation, it is not impossible for these persons unknowingly to work at cross 
purposes. It is assumed that greater productivity would result if com- 
monahty of purpose were established and accepted by supervisory stafiF 
members. Teachers who profit most directly from supervisor^' effort are 
more likely to obtain, accept, and assimilate supervisory assistance if 
those who are endeavoring to render assistance perceive commonality 
of goals. Supervisors may be unaware of their operational incongruencies; 
while fully aware of their personal bias and operational differences. In- 
variably this is due to personal needs and goals that obscure or counter- 
balance the overall purpose of schooling. Unfortunately the imsuspectmg 
teacher, the one-who-is-supposed-to-profit, is caught in the crossfire of 
inconsistencies from the supposed-to-be-supervisory helpers. Clarification 
of purpose is not necessarily accomplished by admimstrative edict, but 
by identifying and working on a common concern that looms larger than 
the existing differences. The following example may illustrate; 

A new director of instruction was charged specifically with coordinating 
the efforts of a staff of 18 supervisors and consultants of a central office staff, 
in quasi-visionary terms, a philosophical statement of purpose used such 
terminology as the following; 

“The overall goal of the supervisors is to work with others, specifically 
teachers, in such ways that in the final analysis the students of those tochers 
will become more self-realized individuals in keeping with each student s apti- 
tudes, abilities, and aspirations in life so long as each person’s self-realization 
is compatible with our democratic way of life.” 

Each of the 18 supervisors was to analyze his own actions in relation to 
his own positive influence on teachers under his jurisdiction. A more specific 
objective became, “How do you work with teachers who have a direct impact 
on the development of students in such ways that the teachers understanding 
and competency are continually improved?” Each supervisor developed his 
individual program of assistance to teachers adhering only to his own area of 
specialization. Each had developed an effective program when viewed in- 
dividually; however, there was a lack of coordination among the supervisors. 

Effort was made at the beginning of the school year by the new director 
to bring the mstructional supervisors together into a supervisory working team, 
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yet individuality was to be recognized and nourished. Mvidual supervisors 
did not recognize the lack of unity and how this coiild affect the over^ pro- 
ductivity of the instructional program. The new director did not V 

refer to the discrepancy-instead he perceived there was a lack of unifi^ effort 
because there had not been opportunities for teachers to work togeAer as a 
group, selecting common problems that were larger than Ae eiMting erences 
(and in Ae process of solving the common problem developing a greater un- 
derstanding and respect for each oAer and becoming a com^tible t^). 

After several informal efforts were made by the new director of ^strac- 
tion to develop Ae knowledge, skills, and aAtudes requisite for facditatmg 
learning, Ae special consultants and the general supervisors agreed Aat Ais 
topic should be pursued by Ae group as a whole and that general ground 
rules should be established as follows: 



1. The group would hold regular staff consultations. 

2. Objective recorded information would be presented by each super- 
visor as long as it related to Ae topic of faeffitating learning. (Most of Ae 
data shared were everyday eiqperiences in which Ae supe^isor hel^ Ae 
teacher. In time, as Ae group developed more acceptance, they shared objec- 
tive accounts in which Aey admittedly hindered Ae learning process.) 

3. General action research meAodology would be used. (At times Aere 
were attempts to be more scientific, by developing and testing hypotheses.) 

4. In evaluation, Ae objective recorded data of each supervisor would 
be used as well as the recorder’s notes from each meeting, plus less 
means of detecting how greater supervisor competency had been reach^ m 
helping teachers imderstand and facilitate the learning process wiA students. 

In time the new director and Ae central oflSce supervisors could sense the 
development of team effort as each supervisor saw not only his own role m 
facilitating learning but his relation to Ae work of supervisors m other acadeinic 
disciplines. Unsurprisingly Ae new director became more adequate in his 
leadership responsibfiity during Ae process of developing greater staff super- 
visory competency. 

In an earlier section, Ludo refers to goals and purposes from fte 
viewpoint of Ae Revisionists, so named in an attempt to reconcile Ae 
Scientific Management philosophy wiA Aat of the Human Relatio^ts. 
The Revisionists believe the “inAvidual goals and Ae org^^tional 
goals must be fused through commitment and leadership activity. LAe- 
wise, when teachers and supervisors are committed to “what-is-best-fo^ 
students” Aeir inAvidual goals and subsequent action are directed toward 
accomplishing Aat purpose. Supervisory purpose is echoed by super- 
visory behavior, defined by Lovell’s defimtion, as follows: 

Instructional supervisory behavior is ofiBcially designated organizational 
behavior which is external to Ae teacher-pupfi systein but is calculated to 
impact directly and purposefully in such a way as to facilitate student leammg. 
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Characteristics of Supervisory Personnel 

In addition to clarification of purpose, those persons who are charged 
with implementation of supervision must display competence if they are 
to increase competency in teachers. Notwithstanding the fact that each 
person in a supervisory roie is an individual, as unique as his fingerprints, 
the focus must be on some common characteristics of scholarship regard- 
less of title and individuahty. Lucio has cautioned that attention to 
human relations alone is not enough; yet, a supervisor who is endeavoring 
to help a teacher or principal become more competent should be basically 
oriented to and accepting of human beings. 

Psychologically, some degree of self- acceptance is a prerequisite to 
identification with and acceptance of others. However, acceptance of 
self and others should not be interpreted as self-satisfaction or com- 
placency. Intrinsic satisfactions are gained from seeing efforts reflected 
through the modifled and improved instructional 1 ehavior of teachers. 

The competent supervisor who has the assigned task of implementing 
specifled organizational goals displays perscxial quaUties such as: 

1. Intelligence-v/ith full realization that intelligence is not a static 
human quality and that human beings possess a variety and range of 
intellectual abilities, it still remains there is no substitute for operational 
intelligence. 

2. Questing quotient— the supervisor is forever learning, and he 
possesses a high motivational eagerness for more knowledge and ways of 
applying it in schools. 

3. Coping ability— he adjus^^s to the demands of a rapidly changing 
society. The new, ever-changing societal demands become a challenge, 
not a threat. 

4. Faith in self-he beheves in himself and others; he believes in the 
dignity and worth of man and that every person is motivated to do some- 
thing, to become. 

In the ASCD 1962 Yearbook, Perceiving, Behaving, Becoming: A 
New Focus In Education, Carl R. Rogers » alludes to appropriate char- 
acteristics of supervisors: 

.... the adjectives which seem more g« merally fitting are adjectives such 
as enriching, exciting, rewarding, challenging, meaningful. This process of 
healthy living is not, I am convinced, a life for the fainthearted. It involves the 

8 Carl R. Rogers. “Toward Becoming a Fully Functioning Person.” In: Perceiu- 
tng Behaving, Becoming: A New Focus For Education. 1962 Yearbook. Arthur W. 
Combs, chairman. Washington, D.C.: Association for Supervision and Curriculum 
Development, 1962. p. 32. 
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stretching and growing of becoming more and more of one’s potentialities. It 
involves the courage to be. It means launching oneself fully into the stream 
of life. Yet the deeply exciting thing about human beings is that when the 
individual is inwardly free, he chooses this process of becoming. 

Earl C. Kelley’s statements in the ASCD 1962 Yearbook characteri7.e 
effective supervisory functions in referring to the perceptions of a fiiliy 
functioning person: 

He must see in his experiential background some history of success. He 
needs to see process, the building and becoming nature of himself. This being 
so, he will see that today has no meaning in the absence of yesterdays and 
tomorrows. In fact, there could be no today except for both yesterday and 
tomorrow. He must like what he sees, at least well enough for it to be 
operational.^ 

Certainly today’s supervisor has a task that is more demanding than 
ever in the history of educational supervision. His work is characterized 
by a variety of tasks, diverse human relationships involving peers, super- 
ordinates, and subordinates plus a range of procedural problems, nebulous 
goals, and a lack of evaluative instruments to measure the significant 
aspects of his influence on teacher learning. If he does not have a clear 
perspective of his tasks, his objectives and, direction, it follows that the 
present pressures of the public and the intensified conflicting demands 
of an uncertain anxious society will cause the inadequate educational 
leader to flounder and be ineffectual. In contrast, the highly motivated 
and competent educational leader will assess the reality of the situation, 
identify problems, plan his strategy, and perceive his task as an exciting 
challenge. 

Climate and Strategy 

Effective supervisors are educational change agents, and their effec- 
tiveness is contingent on their sensitivity to the existing operational cli- 
mate as well as an awareness of strategies involving change. In reality, 
educational innovations and new information confront the supervisor 
and before he can understandably assess, much less implement, those 
innovations he must intellectually grasp their significance. 

Factors to be considered as an integral part of the setting in which 
supervisors work are such variables as: (a) affluent socioeconomic areas 
juxtaposed to poverty pockets in the same or separate school systems; 
(b) problems and complexities of school desegregation and integration; 

* Earl C. Kelley. “The Fully Functioning Self.” In: Perceiving, Behaving, 
Becoming: A New Focus For Education. 1962 Yearbook. Arthur W. Combs, chair- 
man. Washington, D.C.: Association for Supervision and Curriculum Development, 
1962. p. 10. 
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( c ) 1 /iodem curricular developments with graduated degrees of soundness; 

(d) the loiowledge explosion; (e) impact of technology and subsequent 
commercial pressures; and (f) federal financing and proposals for na- 
tional assessment. Since schools, in most communities, have become the 
largest business enterprise, it is understandable that many external pres- 
sures befall the educational establishment from taxpayers, vendors, and 
parent expectations; yet these external forces do not preclude the impetus 
of internal pressures and demands that are self-imposed by the sensitive, 
dedicated educational leader. The way the supervisor perceives his oper- 
ational setting is likely to determine his supervisoiy behavior. 

Professional Faculty Study— A Strategy Example 

Based upon the belief that the single school is the most strategic unit 
for educational change, given supportive conditions, one general super- 
visor and the school’s supervising principal proposed and entitled tlieir 
strategy, “Professional Faculty Study.” « This faculty group of 22 ele- 
mentary teachers (K-6), including principal and supervisor, organized 
their study with focus on the child and the curriculum. The supervisor 
and principal became participating learning members with the faculty 
as well as serving in a guiding role. Their organizational procedure in- 
cluded 12 meetings appropriately spaced throughout the school year. 
For methodology they adhered to the following points: 

1. Begin with a teaching concern; that is, the individual teacher identifies 
a teaching problem about which he needs more information so that he can 
improve his own competency. 

2. A student is selected who represents the teaching concern; for example, 
several sixth-grade boys do not read on sixth-grade level. Jack is one of these 
boys. Thus, he is selected for more careful study, as he represents this teacher’s 
concern in the area of reading. (Although the example used here is reading, 
participants in study groups could select students who represent a wide range 
of concerns including: Science, Word Attack, Discipline, Criteria for Promotion 
and Retention, Readiness for Different Learning Activities, Pressures on the 
Child, Motivation, The Superior Student, The Underachiever, Learning Mod- 
em Math, Creativity, Fostering Inquiry, or Following a Selected Child in a 
Nongraded Situation or in a Team Teaching Experiment.) 

3. The curricular concern identified by the teacher and the student (s) 
is presented to the faculty study group by the second meeting. 

4. An early effort is made by the teacher, principal, and/or supervienr 

® John I. Goodlad. “The Individual School and Its Principal: Key Setting and 
Key Person in Educational Leadership.” Educational Leadership 13(1): 2-6; October 
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collecting the data to specify what he definitely knows at the time about the 
student and the teaching concern he represents. For example, if the teaching 
concern pertains to “poor readers,” the first step is to indicate what he already 
knows about the causes; then indicate the things he does not know, and then 
indicate the things that should be known about “poor readers” in order to 
improve the student’s abiUty to read. These data are secured from many 
sources and shared during the professional faculty meetings. 

5. Faculty members make their best guesses as to why the problem exists 
and list causal hypotheses. For e.xample: What are the possible reasons 
(hypotheses) for Jack’s not reading on sixth-grade level? 

6. From available sources of information, data are collected that will 
validate or invalidate the hypotheses proposed. 

7. The validated hypotheses become the basis for tryouts in the class- 
room; thus, a real test is given in the classroom situation. 

8. If there is evidence to show that the validated hypotheses work in 
the tryouts in the classroom, then some generalizations applicable in other 
similar school situations can be drawn. 

Evaluation of the professional faculty study in this example was con- 
tinuous and a significant factor in the operational procedures. 

The following points were stressed in the periodic evaluation of the 

professional faculty study: 

1. Is the problem under study of real and significant concern to the 
members? 

2. Does each faculty participant follow some organized methodology in 
working on the teaching concern? 

3. Are representatives of the faculty participating in the planning of each 
meeting? 

4. Are the principal and supervisor actively involved in planning meetings? 

5. Is adequate time provided for each meeting? (60-90 minutes) 

6. Is the professional study free from administrative announcements and 
detail? 

7. Is the physical setting appropriate for a study of this type? 

8. Is there a relaxed atmosphere in which to work? 

9. Do members feel free to participate? 

10. Do faculty members have a sense of professional pride in the study? 

11. Is a systematic effort made to evaluate the study? 

12. Are the understandings and skills obtained in the study being used 
by individual teachers in the classrooms? 

13 what. insights have the principal and the supervisor internalized from 
the study that will make them more competent as loaders? (Has their super- 
visory behavior been modified and improved?) 



50 



supervision: perspectives and propositions 



Evaluation of this professional faculty study was generally positive 
and their suggestions for improvement were incorporated by several other 
faculties working in a similarly organized manner for the purpose of 
improving their competency. The facultj- study group is one (not the 
only) vehicle at the “grass roots level” in which faculty members have an 
opportunity to work togethei on common problems, with the principal 
and/or supervisor serving in a guiding as well as participating role. A 
summary statement by one teacher in this study indicated realization that 
growth takes place in the ever-questing process: 

Although we study, we minister, we strive 
But as complete teachers do we ever arrive? 



Evaluation of the Supervisory Function 

The reasons why supervisory behavior proves to be effective are 
many, complex, and interrelated. Lack of effective teacher behavior is 
oftentimes evaluated as the reason for inadequate results. However, it 
is rare for those who are charged with the supervisory function to be 
evaluated. Granted, the supervisor when selected was thought to be 
adequate and to possess skills appropriate for the time. Yet in this era 
of change has the supervisor kept pace? Does the supervisor engage in 
a periodic refueling and “letreading” process? Should not the evaluative 
spotlight be turned on the supervisor if evaluation of the teacher is 
accepted practice? 

Some of the techniques used in evaluating teacher behavior may 
have implications for judging the effectiveness of supervisors. Such 
instruments may include video tapes or recordings. The use of a third 
person in the supervisor-teacher setting, to analyze, provide insight, and 
evaluate the dynamics of the supervisory function may be tried. How- 
ever, a prerequisite to supervisory evaluation is the necessity for a more 
precise delineation and identification of supervisory purpose and function 
as well as evaluativ e instruments to assess what is purported to be im- 
portant to the function. 

Future Supervisory Behavior 

While no accurate crystal ball is at hand to predict what the super- 
visory function may be, there is some basis for speculation that in a 
climate of change the function will be different. The individual supervisor 
“peddling his product” to the exclusion of others may in the not-too-distant 
future become a member of a supervisory team working for the good of 
teachers— not too different from a team of teachers working for the good 
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of students. It is possible that a supervisory team approach could provide 
opportunity for: (a) clarifying common purpose, (b) capitaUzing on 
strengths, (c) using collegial interaction and dialogue, (d) providing 
immediate evaluative feedback, and (e) developing greater self-aware- 
ness. Observations of those persons who currently work as individual 
supervisors reveal that each superv isor seeks consultation, dialogue, or 
reflection from a colleague who serves as a “sounding-board. The super- 
visory team approach could provide the means of satisfying this need 
more systematically. 

Spears, an advocate of other promising supervisory practices, says: 

A superintendent of schools should acknowledge and accept responsibility 
for the primary purpose of his b'^ing, which is leadership in providing the best 
instruction for his students.® 

One superintendent in a school system of 70,000 students who faced 
up to his responsibilities (in accordance with Spears suggestion) sched- 
uled one day in each week for the specific task of improving instruction. 
On the specified day he, the superintendent, essen inlly became team 
leader of selected central ofiice instructional staff members to visit schools, 
using the following operational procedure: 

1. The superintendent and instructional team members visited a particu- 
lar school and met with the principal and the principal s leadership members 
(having previously arranged for and indicated the purpose of the proposed 
visit) . 

2. The principal, in a discussion section, was asked to give the purpose of 
the school as well as indicate his objectives as key person in the school. 

3. The principal and his school leadership staff were asked to indicate 
candidly the strengths and weaknesses of their school program and in turn the 
superintendent’s team responded with objective evaluations of strengths and 
weaknesses of the school’s instructional program. 

Teachers and administrators reacted favorably to the initial and 
follow-up work. Evaluative statements included: “Someone cares”; “We’re 
able to voice our teaching concerns”; “We secure help that enables me 
to be a better teacher”; “I get needed materials ; I have more respect 
for my principal”; and, “I’ve learned that they have some helpful, capable 
people on the central office staff.” An experienced principal remarked, 
“I’ve been a teacher or principal for almost 40 years and it is the first time 
that any superintendent put first things first. 

In summary: 

® Harold Spears, Superintendent of San Francisco Unified Schools and President 
of AASA, in a speech to Alabama School Administrators, Mobile, Alabama, October 
30, 1966. 



52 



supervision: perspectives and propositions 



1. The superintendent recognized his chief responsibility as instructional 
leader and acted accordingly (no easy task in a system of over 3,000 teachers, 
principals, and supervisors, and 70,000 students). 

2. The superintendent, by virtue of his position, could “quarterback” 
the team of members from the central oflBce and school, yet delegate responsi- 
bility to team members. 

3. Teachers, principals, and supervisors were generally open to suggestions. 

4. Support from the school board, desire for continuous improvement by 
the community, support of key persons, both lay and professional, were factors 
in the program. 

Sources for Future Supervisory Systems 

The reports of Lucio and Lovell have described models for super- 
visory systems based on extrapolations from theojy in human relations, 
group dynamics, behavioral sciences, as well as industry and institutional 
management. Certainly the various new organizational arrangements 
now appearing as well as new technological assets will have an effect on 
future supervisory systems, for example, the computerized storage and 
retrieval of data and such developments as the Educational Develop- 
ment Laboratories, Research and Development Centers, and other or- 
ganizations. 

The League of Cooperating Schools recently organized in Southern 
California represents a tripartite agreement for educational change among 
19 school districts in Southern California, the University of California at 
Los Angeles, and the Institute for Development of Educational Activities 
(IDEA). According to the director, John I. Goodlad, the following struc- 
ture has been established: (a) each district has assigned a single ele- 
mentary or middle school to the League; (b) UCLA has committed its 
laboratory school and certain resources of the UCLA School of Educa- 
tion s research and development center, whose function is the development 
of criteria and techniques for evaluating instructional programs; and (c) 
IDEA, through its research and development division, has committed 
financial, administrative, and consultative support and, through its in- 
novation-demonstration and information divisions, a network for dissemi- 
nating findings and promising practices. 

The formation of the League of Cooperating Schools may serve to 
initiate innovations in the representative schools of the 19 districts which 
in time will affect not only the schools in Southern California but also 
others throughout the United States. Information helpful in future edu- 
cational supervisory endeavors may result from this unified approach to 
improved schooling. 
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IMPLICATIONS FOR EDUCA TONAL PRACTICE 



I 

! Regardless of innovative developments througLout the nation, super- 

i vision in the foreseeable future apparently will have its locus in the com- 
petency of persons capable of utilizing appropriate human and technical 
resources in improving instructional behavior. 
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